This chapter provides an exploration of the preparation of pupils with autism spectrum disorder (ASD) for transition to upper secondary level after Finnish basic education. It also examines the importance of supports required during the transition phase. Two examples of pupils with ASD (Kalle and Maija) are utilized to illustrate how to plan and support pupils with ASD during their initial post-school transition. Transitions are defined, after which education opportunities after basic education for pupils with ASD in Finland are examined. This is followed by a brief illustration of the Finnish comprehensive school system to provide context with a focus on support arrangements and the preparation of support for transition. Then, the individual transition-planning documents are examined, after which the two cases of Kalle and Maija are introduced. This is followed by an illustration of the use of the documents in practice for the two pupils. The summary includes a discussion of implications for future directions.
. Transitions are more or less permanent changes that might be challenging for individuals with special needs without appropriate support (Myklebust 2002) , as the transition to post-school education can create disruptions in established routines (Ferguson et al. 1988 ). These disruptions might be challenging for all pupils entering a new educational context, particularly for individuals with special educational needs. Familiar routines are interrupted in transitions and, thus, can be difficult to confront (Transitions n.d.) . For example, without appropriate transition support, individuals with ASD might not be able to reach their full potential in upper secondary level. A review study of transition practices for persons with ASD suggests that appropriate support and efficient transition planning can increase the number of successful transitions (Hendricks and Wehman 2009) .
Research further indicates that individuals with ASD will continue to exhibit their unique characteristics across their lifespan (Van Bergeijk et al. 2008) , which places a significant emphasis on studies related to the importance of effective transition strategies for individuals with ASD (e.g., Camarena and Sarigiani 2009; Rydzewska 2012; Van Bergeijk et al. 2008; Zager and Alpern 2010) . In Finland, pupils with special educational needs-including those with ASD-might continue to experience challenges after basic education, and some become socially excluded from their communities and from meaningful participation in society (e.g., Brunila et al. 2011; Jahnukainen, 1999; Jahnukainen and Järvinen 2006) . Therefore, efficient transition planning and documentation of support arrangements is extremely important. First, pupils with ASD need to be aware of different educational opportunities after basic education. From early on, particularly during their final years of basic education (between seventh and ninth grades, usually aged 13-16), pupils with ASD are prepared for future directions. For example, the special education teachers and school guidance counselors meet with each pupil to discuss their hopes and expectations for future education tracks. An examination of the different education tracks possible in the Finnish education system follows (see also Fig. 14.1. ).
Education Opportunities for Pupils with Autism Spectrum Disorders after Basic Education in Finland
After basic education in Finnish comprehensive school (7-16-year-olds), pupils with ASD can continue their studies on the secondary education level either on a vocational track or on an academic track in upper-secondary school. Furthermore, pupils with ASD can attend additional education after earning the Finnish basic education diploma. Vocational and academic tracks usually take 3 years to complete and provide eligibility to continue to higher education or to the labor market (Finnish National Board of Education 2016a). Although entering further education after comprehensive school is not compulsory, Finnish policy encourages everyone with and without special educational needs to continue studying. Most pupils (92%) leaving school begin their further education soon after completing compulsory school. From this total percentage of all pupils, 78-81% with special needs find their post-school education placement after compulsory school (Kirjavainen et al. 2013) . The pupils with an individualized curriculum generally do not transition or continue to uppersecondary education as often as their peers without special needs, and pupils with individualized education plans enter vocational schooling more often than the academic track in upper-secondary level (Kirjavainen et al. 2013 ).
Vocational Education Track in Secondary Education
Pupils with ASD can enter vocational education institutions after compulsory schooling. They can apply using the national joint application system or through related flexible application procedures. Sometimes pupils with ASD might also apply directly to the vocational institution (European Agency for Special Needs and Inclusive Education [EU Agency] 2015). After the entrance, pupils with ASD can complete a vocational qualification at the upper-secondary vocational institution, apprenticeship training, or earn competence-based qualifications. Vocational qualifications are possible to attain at vocational institutions, at adult education institutions, and through apprenticeship training. Vocational education and training might be provided by local authorities, joint municipal authorities, registered associations or foundations, or state-led schools (EU Agency 2015; Virolainen and Stenström 2014) . Generally, most of these education providers are public authorities. All pupils in vocational education and training have the right to receive sufficient personal and other educational guidance according to their individual needs. Vocational institutions are required to pay particular attention to the education and support of pupils with learning difficulties (Finnish National Board of Education 2016b). Vocational special needs education and training is provided in inclusive vocational institutions. There are also separate vocational special schools, which offer intensive special educational supports. These mostly aim to serve pupils with severe disabilities, illnesses and learning difficulties. Pre-vocational programs are also organized for pupils with special educational needs. For example, pre-education consists of remedial teaching, rehabilitation, and instruction for vocational track studies. There is also coaching available for those pupils who do not wish to enter vocational education. This couching prepares them for life and independent living (Koulutuksen perusteet 2015a, b; Laki ammatillisesta koulutuksesta (Vocational education legislation) 531/2017).
Enrolment in the vocational education training programs has increased during the last decades (Virolainen and Stenström 2014) . In 2009, the majority of young people chose the vocational track as their first choice (Cedefop 2012) . Honkanen and Nuutila (2013) have noticed that the vocational education track is also popular among pupils with special educational needs in Finland. Over 30% of vocational education track pupils have been identified as in need of individualized supports (Hirvonen et al. 2009 ). In 2012, approximately 86% of pupils with special needs attended education in inclusive vocational institutions, and 13% were enrolled in special vocational institutions (Official Statistics Finland 2012). Among young people studying in inclusive vocational institutions, about 15% were pupils with special needs, of whom about 79% were included with pupils without such needs. Perhaps inclusive education in Finland is not only the focus of educational policy but also the most prevalent educational practice. According to the Official Statistics of Finland from 2007, pupils who received special supports in the vocational education track and had a diagnosis of autism or Asperger's syndrome was 1.2%, and 83.1% of the pupils were male.
Upper-Secondary Education
Although special needs education is not clearly stated in upper-secondary education regulations (629/1998, 810/1998) , the existing Upper-Secondary Schools Act (629/1998) aims to provide support for pupils with special needs (e.g., ASD), as well as other assistive services required for the successful completion of their studies (www.european-agency.org). For example, this can include special aiding equipment for those with visual impairments. Furthermore, for the final matriculation examinations (final exams in the Finnish upper-secondary school = academic track), pupils with special needs might request easing of the terms for completing the examination or exemption from completing a specific part. For example, pupils with hearing impairments might request exemption from listening comprehension.
Additional Education
Pupils (including those with ASD) who have completed basic education can attend additional education for one extra school year. This is stated in the Basic Education Act (1998). The additional education does not have a separate curriculum, and it is for pupils who have completed their basic education in the same or previous school year. The curriculum in additional education might consist of core subjects that were taught in basic education, as well as preparation for vocational education (EU Agency 2015). Generally, additional education provides a supplementary year to prepare for the vocational or academic track. This extra year might be highly individualized, which can serve pupils with ASD who want to enter the education track they wish to complete in the future.
Groundwork for Preparing Pupils with ASD for Transitions in Finland
In Finland, the groundwork for supporting and preparing individuals with ASD for transitions and education after comprehensive schooling is the Finnish school system's three-tiered support model (see the Basic Education Act 642/2010 and the Basic Education Act 628/1998). Finland's 9-year, tuition-free comprehensive school system follows the Basic Education Act of Finland (628/1998), which promotes actions intended to help pupils with ASD to gain knowledge and skills needed in further education. The Finnish education legislation consists of three tiers of support: The first tier is provided in the regular classroom; the second tier consists of targeted educational interventions and intensified support; and the third tier is special education, which is provided partly or fully in special educational settings or schools. Pupils with ASD receive support arrangements based on the nature and the extent of their needs, as well as their strengths (Finnish Basic Education Act 642/2010). Early recognition is vital, so is providing individualized support as long as is deemed necessary. The aim of the legislation is to provide support for struggling pupils in classrooms with their peers and intensified support to reduce placements in full-time special educational settings (Kirjavainen et al. 2016 ). Furthermore, the support services should be educationally determined (Ahtiainen et al. 2012; Itkonen and Jahnukainen 2010) , given that official medical diagnoses-including ASD diagnoses-are not required for pupils to receive special education services (Thuneberg et al. 2013 ). The support should be based on a pupil's educational strengths and needs. The following section briefly describes post-school transition planning in Finland.
Post-School Transition Period and Transition Planning in Finland
The Basic Education Act (2010) of Finland does not mandate separate transition planning as part of pupil documentation, especially after comprehensive school (ages 16 and above). Although such transition planning legislation does not exist, there are various procedures that different schools and municipalities follow to help pupils with ASD achieve their full potential. Although transition planning is totally voluntary, yet efficient planning is vital, as pupils with ASD might continue to experience challenges after comprehensive school, and some become socially excluded from their communities and from meaningful participation in society (e.g., Brunila et al. 2011; Jahnukainen 1999; Jahnukainen and Järvinen 2006) . Therefore, efficient transition planning and documentation of support arrangements for individuals with ASD is of the utmost importance. The following section provides examples of individual transition plans and illustrates how they can be utilized in practice.
Transition Planning Documentation
The following document is used as an example of a document that might be used in a school in a Finnish municipality toward the end of ninth grade (usually at the ages of 15-16) in basic education. Although this documentation has all the necessary elements, these might vary from one municipality to another (Pesonen 2016 ). This can be explained by the autonomy schools and municipalities have in implementing special education legislation (Pesonen et al. 2015) . Furthermore, the documentation might be a paper version that is completed by hand or entirely online.
Transition Plan: ABC School
This plan is drawn up together with the pupil and her or his parents or guardians, when she or he moves from primary education to secondary education or into a new environment. Plans are to be submitted to the next school to the group supervisor or the pupil counselor during the first transition meeting. The transition-planning document used as an example in this chapter provides the information that is usually collected during the transition-planning meeting. The transition-planning team typically consists of the pupil, significant others to the pupil, teachers, school guidance counselor, and other professionals (e.g., school psychologist, physical therapist).
The meeting usually takes place during the final year of basic education (ninth grade). The goals that are discussed during the meeting are to be based on the pupil's preferences, hopes, and dreams for the future. The amount and types of transition goals depend on the pupil's individual needs. A look at the transition-planning document section by section follows. The plan includes the following details:
1. Basic Information: This includes the name of the pupil and contact information as well as information on parents or guardians and the name of the present school. In this part of the documentation, the pupil's basic information is collected. In addition, the names of the pupil's parents or guardians are marked in this section, which is followed by information on the present school and the contact person at that school who can provide additional information if needed.
Usually the contact person is the special education teacher or the school guidance counselor. For example, if the pupil has studied mainly in an inclusive general educational setting, the contact person most likely would be the guidance counselor. An effective transition-planning document includes in-depth information about the pupil's strengths and interests both in and outside the school context. Therefore, it is important to discuss with the pupil and perhaps with their parents or guardians as well to ensure that the pupil's strengths and abilities are accommodated when planning their future education. In addition, it is essential to discuss and describe the pupil's learning profile in order to inform the next education institution. For example, the section called learner profile can consist of information about native language, math, foreign languages, mastering the content of school subjects, arts, practical subjects, enthusiasm, motivation, ability to concentrate, ability to learn new things, regularity, responsibility for schoolwork, following school rules, and frequently used study methods. 3. Learning Profile and Supports Needed: These include native language, math, foreign languages, mastering the content of school subjects, arts, practical subjects, enthusiasm, motivation, ability to concentrate, ability to learn new things, regularity, responsibility for schoolwork, following school rules, and frequently used study methods. After the strengths and the learner profile parts of the document, the required supports are planned and listed. The planned supports should take into account information about strengths and interests and use this information to support the areas where individual supports might be needed. For example, a person might excel in math and, therefore, will be offered advanced math in upper-secondary school. Yet, the pupil might have problems with social interaction; for this reason, the future education placement might consider this as grouping pupils in such a way during group work that supports the pupil's unique characteristics. 4. Social Skills and Supports Needed: These include interactional skills, friends, behavior, group work skills, human relations, adjustment to social situations, ability to ask for help, and responding to guidance and instruction. This part of the transition-planning document describes the pupil's social skills. This is mainly based on information provided by teachers and other professionals in the multidisciplinary team. The description includes information about friends, relationships with peers in class, behaviors in school, group work skills, relationships with adults in school (e.g., teachers and classroom/ personal assistants), adjustment to social situations, the ability to ask for help, and responding to guidance and instruction, for instance. After the aforementioned description, the required supports are explained. This might include information on how to support the pupil's relationships with adults and other pupils. 5. Well-Being (physical and mental health issues):
The well-being section of the transition-planning document includes information about the pupil's physical and mental health conditions. This might include appendices from a physician, school psychologist, or professional other than an educator. These are utilized to inform the future multidisciplinary teams of professionals. 6. Adaptive Skills:
These include everyday routines, life habits, daily rhythm, leisure time activities, economic independence, transportation, timetable awareness, responsibility for personal issues, and own health. The existing adaptive skills are listed in this part of the transition-planning document. Also, the required supports during and after transition to the new education institution are described here. For example, this part might include how to support everyday life habits, leisure time activities, economic independence, transportation, personal issues, and own health. 7. Other Issues:
Other issues might include information about the supports from the family or others, emotions, executive functions, imitativeness, coordination skills, attention span, and ability to concentrate. This is followed by the views of the parents or guardians who are present at the transition-planning meeting.
Information Transmission Permission:
This part of the document is to give permission to transfer the information discussed during the transition-planning meeting to the new school's guidance counselor or group leader as well as permits the present school to send the individual education plan (IEP) to the next school as an attachment to the transition plan. In addition, there can be permission to give the parents or guardians information on how studies are progressing in the chosen education track after Finnish basic education.
Cases
The following are two pupil cases called Kalle and Maija. They are both finishing basic education in Finland and will soon be going through the transition planning that consists of meetings and careful documentation of their future directions.
Kalle's Case
Kalle is a 16-year-old pupil who loves to cook and spend time with his family and friends. He was diagnosed with low-functioning autism at a very young age. He does not communicate verbally and has received most of his education in special schools or in special classes within mainstream basic education. Although Kalle's early education was tainted by his fear of social situations, he received individualized support in preschool at the age of 6, which helped him in the beginning of basic education. As a first grader, Kalle was placed in a self-contained special education class within a mainstream school. He had assistants and teachers working with him. When Kalle went to second grade, he was placed in a special school. His fear of social situations increased again. Therefore, he spent the last 2 months of third grade and the entire fourth grade in a children's hospital school. During the intensive treatment period, he gained more strength in social competence, and he returned to the special school for the fifth and sixth grades. When Kalle went to seventh grade, he continued in the special school, where a majority of pupils were severely disabled and diagnosed with ASD. Throughout his basic education, a multidisciplinary team of professionals (e.g., teachers, psychologists, medical doctors, and rehabilitation personnel) and Kalle's parents made sure that the schools considered his individual support needs efficiently. At the end of ninth grade, at the age of 16, Kalle completed basic education, and after the summer, he moved away from home. He started studying at a vocational education institution with supported residential arrangements.
Response to Kalle's Case: Making a Transition Plan
Kalle's transition team consisting of Kalle, a special education teacher, the current personal assistant, and Kalle's parents, as well as the person responsible for the support arrangements in the residential unit, decided, with respect for Kalle's own desires, that he participate in a vocational institution majoring in catering to become a cook. During the meeting, Kalle clearly expressed his career preferences about achieving a degree in catering. This would mean participation in different classes and in practical training opportunities, including a restaurant near Kalle's home. A teacher or aide is to be with Kalle at all times, or at least when necessary, especially during the first year of study and during practical field experiences. Below is the transition plan (see Fig. 14. 2) that was made during the transition-planning meeting. All the parties present at the meeting helped to create this plan. All the listed details helped in planning and organizing individualized support for Kalle. Most important, Kalle played the key role during the transition-planning meeting, and his voice for future targets was respected. Kalle's native language is Finnish. He has also studied English and some Swedish during his basic education. He has been an active pupil during physical education, but subjects that demand lots of reading and independent work require individualized support arrangements in the classroom, for example, differentiation and an adult providing prompts frequently. Kalle is motivated and he can concentrate on task when it is differentiated to meet his support needs. He follows school rules well. Kalle needs the help of an aide quite frequently as he needs prompts to stay on the differentiated assignments during class. He is a very practical learner and enjoys practical tasks, whereas assignments that are more academic can cause him to struggle if they are not meeting his support needs.
Name of the pupil and contact information
(For example, native language, math, foreign languages, mastering the content of school subjects, arts, practical subjects, enthusiasm, motivation, ability to concentrate, ability to learn new things, regularity, responsibility for school work, following school rules, frequently used study methods)
Supports needed
Differentiation in academic assignments. Also, modifications of exams (i.e., done in small chunks). Personal assistant and/or teacher available to give prompts and support during class. Independent work can be challenging at times without support. Fig. 14.2 (continued) 
Maija's Case
Maija is a 16-year-old pupil who is extremely talented in music and in math. Although she has been academically successful throughout her basic education and is planning to pursue an academic track in upper-secondary education, her abilities are challenged by some of her characteristics of Asperger's syndrome. In particular, her occasional barriers to social interaction with other people can make her feel frustrated and lonely. Maija's first experiences of school go back to a special education daycare group when she was 5 years old. After a year in special education day care, Maija began in a special education preschool group. As a first grader, Maija started in a local special school. Especially, during first grade, her teacher discovered her abilities and started to support them. The special education teacher worked in collaboration with classroom assistants, and they utilized structured and individualized pedagogical methods as much as they could. When Maija completed elementary school at the age of 13, she transferred to a fully inclusive secondary school in Finnish basic education. She received support from the special education teacher and a classroom assistant when needed. At the age of 16, when Maija was finishing basic education, she was encouraged to continue education in upper-secondary school. A school guidance counselor set up a meeting to discover Maija's wishes for further education.
Response to Maija's Case: Making a Transition Plan
Maija's transition team, which consisted of Maija, the current special education teacher, Maija's parents, an upper-secondary school guidance counselor, as well as the future special education teacher, decided, with respect for Maija's own hopes and dreams, that she should start at an upper-secondary school close to home after summer break. From the beginning of the transition meeting, Maija made clear that she would like to pursue an academic track toward applying to a university after upper-secondary school. She dreams about studying math, chemistry, and physics and possibly becoming a subject teacher in natural sciences in the future. Below is the transition plan that was created during the transition-planning meeting (see Fig. 14.3) . The persons that attended the meeting helped to create the following transition plan. The details listed in the transition-planning document help organize studies and necessary supports for Maija, who is the key person during the transition plan meeting. The transition-planning documents for Maija and Kalle illustrate the possibilities for how they can be utilized. These examples demonstrate how systematic and precise transition planning and follow-up can facilitate pupils with ASD to successfully transition to post-school life and adulthood. A chapter summary and implications for future directions follow. It is clear for all that Maija has thought about her future carefully. She has discussed her hopes to follow an academic track at home and at school. She is highly interested in all issues linked with science. She is a devoted reader and uses the Internet a lot. She reads science magazines and is eager to share the hobby in birdwatching with her father. LEARNING PROFILE (For example, native language, math, foreign languages, mastering the content of school subjects, arts, practical subjects, enthusiasm, motivation, ability to concentrate, ability to learn new things, regularity, responsibility for school work, following school rules, frequently used study methods)
Maija has high grades in math, languages, and science. She has experienced difficulties in participating in sports, but she says that she understands the meaning of non-academic subjects in school. She prefers to work with her closest friend or alone.
Supports needed
Maija should be provided with a study tutor or access to a study guidance counsellor's support when she needs it. SOCIAL SKILLS (for example interactional skills, friends, behavior, group work skills, human relations, adjustment in social situations, ability to ask for help, responding to guidance and instruction) Maija knows what the demands in school are in regard to academic subjects and social relations. She can concentrate easily on the school's tasks and gets good grades. Parents and teachers express their worries only for social aspects. Is Maija too devoted to academic tasks and has no time to build connections with other young people? Maija is also aware that sometimes she is very demanding on herself when studying.
Fig. 14.3 123 school transition plan

Supports needed
Encouraging Maija to take up hobbies, for example, that would help her to get more friends and develop social relationships with other people. Hobbies such as gym or Zumba classes would not directly involve social interaction but would give the opportunity to interact with others. WELLBEING (physical and mental health issues) Physically Maija is ok. Regular contacts with the pediatrician will continue for another twothree years. She has sometimes deep concerns about her future and feelings of loneliness. Notice/observe ADAPTIVE SKILLS (everyday routines, life habits, daily rhythm, leisure time activities, economic independence, transportation, timetable awareness, responsibility for personal issues and own health) Encouraging Maija to take up a hobby or join leisure time activities.
OTHER ISSUES (supports from the family or significant others, emotions, executive functions, imitativeness, coordination skills, attention span and ability to concentrate) Maija's parents are very supportive and work in collaboration with the school and other multidisciplinary teams of professionals.
PARENTS/GUARDIANS VIEWS
Parents accept and support the plan to continue studies in the local secondary school. Not many changes in everyday life will be required. Some of the teachers are also the same as at the comprehensive school.
INFORMATION TRANSMISSION PERMISSION
Information about the needed supports may be circled in the part below: to school counselor/ group leader IEP is sent to the next school as an attachment to this transition plan Parents/guardians want to know how studies are progressing ___________________________________________________ Person involved in this planning ___________________________________________________ Date and place Signatures of Pupil, Parent/guardian Contact person in the current school Fig. 14.3 (continued) 
Summary and Implications for Future Directions
Successful transition to post-school life and adulthood depends on how well a multidisciplinary team of professionals (e.g., current teachers, special education teachers, psychologists, medical doctors, guidance counselors, and staff of the new education institution), parents, and the person with ASD work in collaboration before and during the transition phase. Furthermore, it is important that ongoing social instructional support and future planning is provided throughout the postschool phase and emerging adulthood (ages 18-25) for persons with ASD.
Although there is an educational system in place for transition planning in Finland, there is a real need to develop the existing social and transition support services (Pesonen 2016 ). More and more, schools should focus on developing their person-centered planning strategies. Because current legislation does not mandate such planning, schools should ensure that it is in place. There should be support group services available during the transition period, groups that welcome all youth both with and without ASD (see Pesonen 2016) . In addition, more emphasis should be placed on teacher preparation programs at the universities and at continuing inservice teacher trainings, so that those working with pupils with ASD in school receive the most recent knowledge and information about the transition plan. In sum, more efforts are needed to help individuals with ASD successfully transition to post-school life and adulthood.
